Abstract
A review of teacher education over the past fifty years will reveal that a significant change has taken place. Teacher preparation has metamorphosed from a training program in which students spent many hours each week engaged in practical activities, including preparing lessons with relevant resources, to an educational program ostensibly designed to give students the theoretical basis for their practice and with limited face-to-face exposure to teacher educators. This development is parallel to similar developments in teaching and has been very much influenced by changes in the Australian society.
The growth of knowledge and more specialised knowledge is evident in todayís world. Technological changes have also had a great effect on the trends in teaching practice. Students can be overwhelmed by the many different areas of learning; and yet the need for all students to reach a certain standard of knowledge in order to function well in their everyday life is an imperative that cannot be overlooked. As well, those students who have a particular interest and ability in certain areas of knowledge must DOI: 10.2478/v10099-009-0003-8 also be enabled to reach their goals. In the light of such trends in learning, changes are needed in teacher education.
The task of teacher education can no longer be the imparting of knowledge alone. Teacher educators must become, as Darling-Hammond (2005: 3) claims, ìdiagnosti-cians and planners who understand the learning process and have a large repertoire of teaching methods at their disposalî. They must emphasise the point that teaching is both ìlearner-centred and learning-centredî (ibid, p. 4). They need to have the social responsibility to implement their philosophical approach (Pipere, 2006) . This is the challenge for teacher education of the future.
The aim of the research was to investigate perceptions about the future directions for teacher education. Pre-service teachers and mentor teachers who supervised preservice teachers responded to a survey; and these groups along with teacher educators were interviewed in focus group settings. The results contribute to a project being conducted simultaneously in other countries of the Pacific Circle Consortium, led by William Greene (Greene, Thorpe, Kim & Hilligoss, 2006) . The current phase of this multinational study involves participants from the following locations: Christchurch NZ, Sydney Australia, Oregon US, Fiji, Korea, Latvia, and China.
Literature
There is a need to develop critical thinking, reflection, and other learning skills for life that focus on autonomy and a sense of agency for children and adolescents. Elias (1997) discusses the several capacities of mind that make change possible and names the first of these as the ìdevelopment of a ìconscious Iî capable of exercising critical reflectionî (p. 3). This consciousness leads to the capacity to be a creative force in the world, ìas expressed in the capacity to intervene in and transform the quality of discourse in a group or learning communityî (p. 4). Hartwell (1997) writes of the mismatch between current school structures and the realities that will be experienced by students in the twenty-first century:
While the popular concept of reality in the twentieth century has been mechanical, the metaphor for the twenty-first century is likely to be organicÖ. Schools There are slight differences between numbers of Essential Learnings between states in Australia, from three to five but the key point is that they represent more than a change from the six Key Learning Areas. Essential Learning reflects a curriculum that is prescriptive in detail and includes an increased focus on key knowledge and skills combined with teaching processes that require a shift in pedagogy. The positive aspect of this approach is a focus on depth of understanding and rigour. The negatives for a diverse society include loss of focus on generic cross-curricula skills, values, and attributes that promote lifelong learning, development of strong learning communities, and active citizenship; and that extend beyond the educational environment associated with the compulsory years of schooling and into adulthood.
Furthermore, there is increasing emphasis in policy directions from the Federal Government on a national curriculum. Currently, five States and Territories are implementing Essential Learnings in their curricula models, either by embedding them within the traditional Key Learning Areas or as a major restructuring instrument. The Australian Capital Territory (ACT), Tasmania, and Victoria have an explicit focus on Essential Learnings, whereas the Northern Territory and South Australia have embedded Essential Learnings into the Key Learning Areas frameworks. Recently, Queensland has published draft Essential Learnings to be used in conjunction with the existing syllabuses. At the present time, New South Wales, in which this pilot research was conducted, is the only Australian state not yet implementing the direction of Essential Learnings.
Models of school education need to be responsive to the voice of students and adapt to the pressures of an increasingly complex learning environment (Watson, 2005) . Through adaptive incorporation of complexity, the structures and systems of schools increase their sustainability (Bulajeva, 2003; Poom-Valickis, Saarits, Sikka, Talts & Veisson, 2003) . The need to place a high priority on sustainability is the new reality for contemporary school education, recognising the centrality of students and their identity in the increasingly complex lives of adolescents (Carrington, 2006 Researchers such as Noddings (2003) also flag the importance of emotional and spiritual dimensions as well as the cognitive. This involves encouraging students to connect with experiences they have had, tapping into those dimensions.
Making use of multi-focused and cross-disciplinary tasks that are contextually relevant to students can move part of the way towards the United Nations four pillars of learning: 1) To do; 2) To know; 3) To be; 4) To live together (Delors, 1996) .
At present focus rests on the first two pillars but there is likely to be a greater focus on the second two pillars in the future. Cranton (2000) writes of the ways in which educators can foster transformative learning by helping learners critically attend to the ìsources, nature and consequences of taken-for granted assumptionsî (p. 195) and then take appropriate action. In her summation, educators have responsibilities to help learners become aware of how they learn and have a clear sense of self separate from the social collective (p. 197) . Singh (2005) argues for the transformation of society through responsive education on the grounds that teachers must reassess ìcurriculum narratives centred on dated articulations of global/national connectivitiesî (in Apple, Kenway & Singh, 2005: 120) . It is desirable for students to be empowered to act as change agents in schools. Giroux (2004) argues for the responsibility of teachers as public intellectuals to facilitate learners becoming ìmore than they are nowî (p. 3).
Method
In the light of such literature, the survey questions used in this project are intended to address specific research themes. The project was launched by the Pacific Circle Consortium and has led to significant international research (Belousa, VanaÏele & Jur‚ne, 2006; Greene et al., 2006) . The themes are: the aims or purposes of education; practitionersí beliefs about appropriate teaching and learning methods; and the role of teacher preparation for schools of the future.
In order to draw upon the experience of teachers in the field, teacher educators, and pre-service teachers (three groups of participants), the survey was organised to occur in a period of professional experience (practicum) in schools. This made it possible to collect responses individually as well as ëpairí teachers in the field with the pre-service teachers while they were together in their school location. This was also a methodological approach discussed by Connor from New Zealand in the Pacific Circle Consortium Conference in Sydney in 2005. In secondary schools, the sample focused on the target content area of English with a focus on critical evaluation of world events. This reduced the number of high school pre-service teachers within the target accessed by the research team. The number of primary pre-service teachers surveyed was selected to provide a balance with the secondary school participants. Consequently, five student teachers and their five mentors (supervising teachers in pre-service professional experience) were surveyed; and the pre-service teachers were in both primary and secondary school settings. There were also five teacher educators (from the School of Education). This paper reports on the responses of the participants in tables 1-5 below.
Stage 1 for pre-service teachers and mentor teachers
In this exploratory study, two groups of participants were asked to complete a survey requiring written responses to questions about the major themes of this study. The survey questions have been asked by all participating countries in this international project. Student teachers and their mentors were surveyed at school sites.
Stage 2 for pre-service teachers and mentor teachers
Next, each student teacher and mentor pair met to discuss their responses and they were encouraged to talk about reasons for each of the survey responses. When they finished discussion of all items on the survey, teams were asked to add insights, questions, or changes they had as a result of that discussion.
Stage 2 for University teacher educators
A focus group session was held with teacher educators from the University of Western Sydney, involving one early childhood, two primary teacher educators, and two secondary teacher educators. A transcript summary was given to participants for member checking to see if it reflected the discussion. All surveys were analysed for thematic content and compared across groups. Data collected from the discussion forums was used to validate survey results to provide additional insights concerning the aims of education, the role of teacher preparation, and the global implications of ideas expressed among the societies represented.
Findings
All of the teachers (including pre-service teachers) surveyed and interviewed thought that the purpose of education was to develop knowledge about yourself and the world, and become a contributing valued member of society. Within that broad response teachers spoke of challenging students, encouraging equity, promoting social justice, fostering independent learning, providing environmental education, and encouraging the learner to be responsible for and take ownership of their learning. Table 1 below shows the thoughts of the respondents about the purpose of education. Pre-service teachers  4  2  5  3  2  5  0  Mentor teachers  3  4  2  5  2  5  3  Teacher educators  5  5  5  5  3  4  2 Nevertheless, in this first question, some of the teachers particularly spoke of the blurring of aims and purposes: their philosophical approach, to develop the personhood of the individual, was sometimes perceived to be in conflict with curriculum pressures to complete specified content. The issues raised by the respondents provide tangents to the central purpose acknowledged by all of them. Teacher educators wanted to discuss pedagogy rather than curriculum pressures and that is reflected in their responses. A related question opened out the discussion, seeking answers to whether there should be common aims in compulsory education. This question raised issues of catering for diversity and differentiating aims. Notably in this second question, the use of language was different among respondents. Some teachers declared the aim of compulsory education was the same but within that, students need to achieve their own goals: therefore, discussing differentiation. One teacher called this having group aims and individual aims. Some teachers stated that the aim should never be the same because everyone learns in different ways and at different paces; these teachers also spoke about students having the right to strive for goals they set for themselves. These differences are captured in Table 2 
Regardless of a philosophical stand about whether there can be common aims for education, there was 100% response concerning the learner achieving their own goals and that it was a teacherís role to provide the learner with strategies to achieve them. Teachers spoke about society wanting to make benchmark guidelines and that youíre still expected to get the students to achieve curriculum outcomes at the standard level. In such statements, the point made by these teachers was about external constraints. Several teachers spoke about group work with students as a key strategy for differentiating learning. Other issues concerned catering for high achievers. There were teachers who wanted to see those students grouped together in separate classes. On the other hand, the inclusion of students with special needs in the classroom, while it required a depth of planning from the teachers, was seen as positive for all students. A high proportion of teachers spoke about pressures of time. It appeared most negatively when it affected being able to meet student needs: the logistics mean that you sacrifice the time you would like to give to help a student in order to meet the outcomes and the aims for everyone else. The next question asked the respondents to identify the positive and negative aspects of the ways schools and centres are currently organised. In presenting responses in table form (Tables 3a and 3b below), it is clear that the positive aspects are ëbig pictureí aspects. The negative aspects combine practical issues for teachers that impact on student learning and ëbig pictureí issues. Teachers also spoke about the value of experiencing cultural diversity in schools and of learning collaboratively. One teacher remarked on the change in the profession in the way that people enter teaching having been employed in other fields, bringing richness into the learning of the students. Several teachers and teacher educators noted the negative effect of expecting the same staged development of all students. Others noted the way in which schools have been mandated to take on responsibility for aspects of learning that were previously the domain of the family. Some teachers spoke about the ways in which that had an impact on the working conditions of teachers, making them more stressful. There was considerable agreement that the way to engage students in the early stages of high school was to plan more constructively for middle years education. In schools where such planning was developing, teachers spoke positively about it:
We have a middle school set-up here which limits the number of teachers to which students are exposed in Year 7 and 8. It acknowledges the need to provide a transition between the student-teacher interaction that is the pattern in primary school years and the specialisations in secondary school. It seems to get students more settled and involved with learning.
Teachersí beliefs about what students would need to live in their future world brought a range of responses, as shown in Table 4 below. Despite the commitment to syllabus outcomes displayed in answers to previous questions, these responses were all to do with skills that are learned across curriculum disciplines: skills of creative problem solving, independent learning, and critical thinking alongside understanding of the effectiveness of group endeavour and appreciation of cultural differences. The environment and responsibility for it was a shared concern, coming out in statements from teachers such as:
I have a daughter in primary school; and in the last two years that she has been there she has done a range of activities which have focused on the environment: water, changing climates. Thatís the sort of thing students need to be learning about and becoming passionate about. Trying to find solutions for these problems, trying to sustain the country in the way that
we want it to be sustained; and for it to be here for their children. Values of tolerance and compassion were also discussed by teachers in response to this fourth question. Teachers spoke of the need for students to be able to communicate effectively and to find meaning in their lives beyond that provided by employment. When teachers were asked about the impact they would like to believe their teaching would have on students, they again spoke about learning that is not confined to curriculum areas. There was considerable agreement among the responses. Teachers wanted their students to be open-minded to life, willing to keep adding to their knowledge, able to make informed decisions and contribute well to their community. One teacher said:
One of the things I really encourage is for students to follow their interest, to make work choices based on what they enjoy to do and what they feel they do well rather than what will make them the most money. Or what other people think they should do. And I think it is really important as an adult to remember school as something positive, somewhere they have been listened to and noticed.
In identifying ways in which their teaching aligned with their beliefs, teachers discussed creating trust and empathy in the classroom, being positive role models and catering to individual needs. One primary school teacher said: Examples of teaching methods that demonstrated such priorities included allowing children to work through a map-making problem and allowing them to come to conclusions in a group or on their own; acknowledging childrenís different languages and cultures through the stories, art and music of those countries; using group work to model a society where everyone is accepted, no matter what their ability or gift or experience. A high school teacher engaged a Year 11 class with a debate on Industrial Relations issues at the same time as they were being debated in the federal parliament. Another teacher spoke about reciprocal feedback between teacher and students: I give the students a lot of feedback on work theyíve done, the positive aspects and the places where improvement can be made. I also encourage them to give me feedback as well on tasks Iíve set them.
In response to a question on the aim of initial teacher education, teachers demonstrated a range of views, shown in Table 5 Reflecting on the roles of teachers in a globalised era, participants discussed the need to teach students about diversity and discrimination. They needed to teach students about institutions of power and privilege and how these institutions are reinforced by media and politics. The final question asked teachers to consider how they would continue to develop their teaching practice in accord with the globalised teacher role. One of the themes in their responses was the importance of keeping content relevant and up-to-date; and to encourage students to discuss issues and express their varying points of view. Teachers acknowledged that, through discussion, students form their own opinion, their own identity and gain the self-confidence they need in their life journey.
Discussion
The most striking aspect of this research is that pre-service teachers, teachers, and teacher educators alike ignored questions of specialised knowledge and spoke in urgent tones of the need for skills that are learned across curriculum disciplines. Pre-service teachers in secondary schools are often focused intently on the pedagogy of their subject as they develop ways of managing the learning environment of the classroom. Pre-service teachers in NSW primary schools follow political imperatives of attention to literacy and numeracy and struggle to find time to accommodate learning in different domains. Consequently, it is gratifying to record the strong support in this small sample for broadbased skills: skills of creative problem solving, independent learning, and critical thinking alongside understanding of the effectiveness of group endeavour and appreciation of cultural differences. In this small sample there is evidence of unanimity on which to build towards the sustainable future of education and teacher education.
The School of Education at the University of Western Sydney includes units of study on diversity and social justice in its pre-service degree programs. It also actively seeks to broaden the perspective of secondary pre-service teachers through their undertaking a community service-learning subject in which students engage with external agencies (such as Mission Australia, the Salvation Army, and the Dusseldorp Foundation) to provide project-based learning (beyond the bounds of their subject discipline) for students ëat riskí.
The discussion about future directions for teacher education is particularly interesting in an Australian context. The purposes of the current national reform include achieving greater consistency in curriculum through the National Statements of Learning being incorporated into state and territory curriculum documents. There is probably broad agreement across the country that there should be general consistency in the curriculum of the major subject areas, and recent studies show that this is already the case ñ the curricula of the major subject areas show a high degree of commonality.
The drive currently is towards National Assessment (Cooney, 2006) . Therein lies the problem. Teachers and teacher educators generally acknowledge the capacity of every young person to learn intellectually, spiritually, morally, physically, socially, and aesthetically. It would be so much neater if all this development were ordered and uniform but that conformist expectation does not allow any learner to ëwalk to a different drumí or realise their own unique potential. Consequently, political decisions can leave teachers and teacher educators feeling concerned and frustrated. Teachers need forums in which to give voice to their philosophical approaches and research such as this is a powerful way in which teachersí and teacher educatorsí ideas can be shared. In so doing they can build a sustainable community of practice. In the next phase of this research, it will be critical to include voices from the other Australian states.
